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Abstract 
Universities provide preservice teachers (mentees) with directions on how to 
engage within their school placements, yet mentees have ongoing concerns about 
how to interact with their mentors. What are desirable attributes and practices for 
preservice teachers in their roles as mentees? This qualitative study gathers data 
from primary and secondary Australian teachers (n=25) through extended 
response questionnaire and audio-recorded focus group discussions, and 
preservice teachers (n=10) using audio-recorded interviews at the conclusion of 
their four-week practicum. Findings indicated that mentors had clear views on 
desirable attributes (e.g., enthusiasm, commitment, resilience) and practices (e.g., 
planning, preparation, building a teaching repertoire) for mentees; whereas 
mentees had varying views on identifying such attributes and practices and did not 
refer to: content knowledge, differentiation, and knowing school and university 
policies. This showed that mentees need more guidance for focusing on specific 
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Literature review  
Preservice teachers develop their pedagogical knowledge and skills through university 
coursework and professional school experiences for which mentor teachers can have 
considerable influence (Evertson & Smithey, 2000). Effective mentoring can have a positive 
effect on preservice teacher’s practices including the development of specific teaching 
practices such as managing school students (e.g., Sempowicz & Hudson, 2011, 2012). The 
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mentor’s attributes and practices aid in mentoring preservice teachers into the profession. For 
example, Hudson’s (2004, 2010) mentoring model unpacks mentor’s attributes and practices 
within five factors, namely: the mentor teacher’s personal attributes, mentoring of system 
requirements, modelling of teaching practices, pedagogical knowledge for teaching, and 
feedback about teaching. These models are intended to guide the mentoring process. 
However, there appears to be no or limited similar models for guiding preservice teachers’ 
(mentees’) school interactions. Universities provide preservice teachers (mentees) with 
directions on how to engage within their school placements, yet mentees have ongoing 
concerns about how to interact with their mentors (Le Cornu & Ewing, 2008; Maynard, 2000; 
Monaghan & Lunt, 1992). Indeed, tensions can exist in mentor-mentee partnerships that can 
“put mentors and student teachers in a confusing and untenable position” (Bradbury & 
Koballa, 2008, p. 2136). Suggestions in negating these tensions include mentees being 
sensitive, patient, and flexible, particularly as they are “guests in the classroom” (Ward & 
Wells, 2003, p. 42). Yet, mentees need to know mentors’ expectations and the attributes and 
practices required for them to engage successfully in schools. 
 
Teaching is a relationship-focused career and personal attributes contribute to relationship 
building, which can also increase school student engagement (Pianta, Hamre, & Allen, 2012). 
However, teachers can have unfavourable experiences that require a level of resilience to deal 
with the issues and continue in the profession (Gu & Day, 2012; Howard & Johnson, 2004). 
Such resilience strategies include seeking help, problem solving and managing difficult 
relationships (Castro, Kelly, & Shih, 2010). Teaching requires commitment and enthusiasm 
(Thompson, Turner, & Nietfeld, 2011). Such motivations must include the enthusiasm of 
working with school students. Indeed, initial motivations to enter teaching may also assist in 
sustaining a teacher’s career (Bruinsma & Jansen, 2010).  
 
Practices for teaching are well recorded and include planning, preparation, student 
management, teaching strategies, questioning skills, assessment techniques and so forth (e.g., 
Muijs & Reynolds, 2011). As preservice teachers are at different stages of development, 
including their current university year, practices need to target their zone of proximal 
development (Vygotsky, 1978). In addition, the practice of reflective thinking becomes a way 
in which teachers (and preservice teachers) advance their practices (Schön, 1987). Preservice 
teachers enter schools as mentees to work under the guidance of mentor teachers for which 
they will need to develop positive working relationships.  Consequently, mentees need to be 
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aware of desirable attributes and practices that would help them to work closely with their 
mentors. The research question for this study was: What are desirable attributes and practices 
for mentees? Specifically, this study aimed to determine mentor teachers’ and preservice 
teachers’ views on desirable attributes and practices for mentees. In the context of this study, 
attributes were considered to be personal qualities whereas practices were identified as actions 
or activities.  
 
Significance of this study 
Loughran and Berry (2005), and other educators, have outlined the complexities of effective 
teaching practices.  In Australia, professional standards for teaching are presented by the 
Australian Institute for Teaching and School Leadership (AITSL, 2012), a Commonwealth 
funded body operating independently through a board of directors. The standards are 
presented in levels for graduates, proficient, highly accomplished and lead teachers.  Despite 
directives of standards for graduates, there would also be desirable attributes and practices that 
preservice teachers may require when working with mentor teachers in schools. For instance, 
Ward and Wells (2003) explain that confidence, enthusiasm, sensitivity, patience, and 
flexibility are desirable qualities for preservice teachers entering the classroom; yet more 
research is needed to determine desirable attributes and practices that would allow mentees to 
work more effectively with their mentors in school settings.  Such attributes and practices 
could assist universities in providing purposeful guidance to preservice teachers before they 
enter their professional school experiences.   
 
Context for the study 
Demographics for the 25 Australian participants (11 secondary teachers, 14 primary teachers 
of which there were 7 males and 18 females) showed that 3 had not mentored a preservice 
teacher previously, 13 had mentored between 1 to 4 mentees, 4 had mentored between 5-9 
mentees and 5 had mentored 10 or more mentees. Four participants were between the ages of 
22-29 years (which included the three who had not mentored previously), 14 were between 
30-49 years and the rest older than 50 years of age. Although 4 participants had taught 
between 1-4 years, the rest had taught for more than 5 years, including 13 who had taught for 
more than 10 years. Only seven participants had received previous mentoring professional 
development, which included being on a mentoring committee, a one day conference (8 years 
ago), Specialist Teacher Assistant Course Mentoring course in the UK, and a two-day 
Mentoring for Effective Teaching (MET) professional development. Five participants claimed 
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they were in leadership positions within their secondary schools (i.e., deputy principal, head 
of department, director of learning, head of curriculum, coordinator of Indigenous education).  
 
The 25 participants were undertaking a two-day MET program (see www.tedd.net.au) held at 
an Australian university campus. Participants were involved in a range of topics within this 
program, such as: (1) Mentoring and the mentor-mentee relationship, (2) School culture and 
infrastructure, (3) Hudson’s mentoring model (i.e., personal attributes, system requirements, 
pedagogical knowledge, modelling, and feedback; e.g., Hudson, 2010), (4) Problem solving 
and leadership, and (5) Action research for enhancing mentoring and leadership practices. 
Each topic had interactive activities to maximise participation, drawing upon Vygotsky’s 
(1978) social constructivism and Dewey’s (1933) discovery learning as theoretical 
frameworks. For example, within the five factor model, pedagogical knowledge practices 
includes: planning for teaching, timetabling and timing teaching, preparation of resources, 
selecting teaching strategies, having appropriate content knowledge for student learning, 
problem solving, classroom management, questioning skills, implementation of the lesson 
structure, assessment of and for learning, and the mentor’s viewpoints of teaching (Hudson, 
2013a, b). These participants engaged with each of the practices to gain insights into how to 
articulate pedagogical knowledge practices to their mentees. 
 
Data collection methods and analysis 
This qualitative study drew upon two cohorts of participants (i.e., experienced teachers 
involved in a mentoring program and preservice teachers involved in a practicum experience). 
Data were collected from 25 experienced teachers using written questionnaire and audio-
recorded small group discussions. Data were also collected from 10 preservice teachers 
(mentees), which included 8 second-year university students and 2 final-years undertaking a 
four-year Bachelor of Education (primary) during audio-recorded interviews. Questions for 
the interview and questionnaire included: What do you think are desirable attributes for a 
mentee to work effectively in school? What do you think are desirable practices for a mentee 
to work effectively in a school? In these questions, “mentee” was said to be a preservice 
teacher. Probing questions were also asked to determine possible reasons for indicating a 
desirable attribute or practice. Each mentee was interviewed between 20 to 30 minutes on the 
second last day or last day of their four-week block practicum in a secluded area at their 
school sites. The written questionnaire responses and digital audio recordings were 
transcribed in full by an experienced research assistant with a PhD. Interview questions and 
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small group discussions focused on the personal attributes and practices needed for mentees to 
optimise their practicum experiences. 
 
Data from both participant groups were analysed by collating their responses into themes with 
a process of coding and re-coding (Creswell, 2012). For instance, “personable” became a 
theme from mentor collated from words such as “personable”, “compassionate”, “caring”, 
“able to develop relationships”, and other qualities that develop relationships like “listening”, 
“good communication” and having “a sense of humour”. Similarly, “commitment to children” 
was a main theme derived from terms such as “commitment”, “dedicated”, “service to 
others”, “work ethics”, and “interest in children”. Selected written and audio responses were 
used to demonstrate these themes (see Creswell, 2012).  
 
Findings and discussion 
Mentors’ views of desirable mentees’ attributes 
The 25 participants comprised of primary and secondary teachers for which there were no 
discernible differences between and within their responses on the questionnaire. Their 
responses tended to outline general attributes for which some provided more than one 
desirable mentee attribute, which were collated as follows: Enthusiasm (n=14), personable for 
relationship building (13), commitment to children and their learning (12), lifelong learning 
(11), reflective on feedback (11), develop resilience (12), and taking responsibility (7). To 
elaborate further on these collated themes, 14 mentor teachers presented “enthusiasm” for 
their chosen career as one desirable personal attribute for mentees.  This enthusiasm needed to 
be shown in “working with people” (Participant 9) and “they have to want to be there, it’s not 
just a job (Participant 10). Enthusiasm is considered a favourable trait for teaching school 
students but can diminish over time (Richter, Kunter, Lüdtke, Klusmann, Anders, & Baumert, 
2013). As the participants are experienced teachers and understand how enthusiasm can affect 
the teaching processes, a mentee commencing this career would need to be motivated for 
teaching and demonstrate this motivation accordingly.  
 
Being personable was a desirable mentee attribute indicated by 13 participants, which largely 
involved the notion of being social and developing relationships through personality. As 
schools are social environments, relationship building becomes a key role of the teacher. 
Being personable tended to be linked with other qualities such as having a sense of humour, 
being an attentive listener and good communicator, and being socially confident. Participant 
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17 wrote being “personable/ caring and considerate – being able to build authentic 
relationships and communicate with others” (Participant 17) and Participant 18’s comment 
also reflected being personable with building relationships: “Personable – to be able to 
communicate and build authentic relationships”. Indeed, being “social and confident – 
constructing positive relationships within the school community” (Participant 13) with a 
“happy personality that enjoys life and having fun” (Participant 12) appeared to be a way 
these participants claimed to develop relationships. Personality with a sense of humour tended 
to be a key for engaging students as well, for example: “Personality – in order to engage 
students must have personality to first get their attention” (Participant 7) and they need “a 
sense of humour which can disarm almost all situations” (Participant 1). Teachers use their 
personal skills to build positive relationships with students, colleagues and parents towards 
favourable outcomes (Opdenakker, Maulana, & den Brok, 2012). The ways to be personable 
appeared to be outlined in the participants’ comments, which included communication skills, 
personality, and being socially confident.  
 
Commitment to teaching, and particularly for working with children, was highlighted as a 
linchpin to the profession and a desirable mentee attribute. Commitment tended to be linked 
to developing relationships and a conscientious work ethic for teaching students.  Participant 
4 emphasised “Conscientious/strong work ethic” and Participant 1 highlighted that “genuine 
interest in children gains a positive interrelationship” (Participant 1). Having commitment 
meant a genuine “interest in child development – crucial for planning and goal setting and 
ensuring learning occurs” (Participant 14). In Pamu’s (2010) study of 308 beginning teachers, 
53% expressed quit intentions with 44% of those indicating job satisfaction as a key reason. A 
strong work ethic and commitment to teaching may assist the mentee to remain in a teaching 
position.   
 
The mentor teachers recognised themselves as lifelong learners and required mentees to have 
this desirable attribute, which further acknowledges that learning to teach does not stop once a 
university degree has been completed. Indeed, these participants highlighted the lifelong 
journey of learning as a way to grow and adapt to change, for instance: “to be lifelong 
learners – it’s a journey of learning and to model it you have to do it” (Participant 10), 
“willingness to learn – learning does not stop, we never know everything” (Participant 12), 
and “willing to grow and learn – so they can make changes, adaptable, lifelong learner” 
(Participant 15). This lifelong learning related to how teachers use their developing 
7 
knowledge and skills to assist others, especially teaching students: “A love of learning – can 
recognise and value self-learning and learning in others and have a service-orientated 
disposition – value opportunities to help others” (Participant 2). Dhillon (2009) explains that 
two themes have been consistent over decades, namely: “lifelong learning and partnership 
working amongst education, training and related organisations and services” (p. 688). As the 
world’s knowledge continues to increase at rapid rates, so too must teachers within the 
lifelong learning sector (White, 2012). The claim by participants in this current study was that 
teachers can only assist others if they are prepared to continue along the learning path, 
necessitating a continual upskilling in order to help students.  
 
Reflection on practice is considered essential for professional growth (Schön, 1987), so it is 
not surprising that nearly all these participants indicated mentees need to be reflective. 
However, only 11 participants mentioned reflective specifically, to illustrate: “being reflective 
– to be able to reflect on their own practice and the mentor’s feedback” (Participant 19), 
“reflective – can look ‘honestly’ at practice and note things that worked, didn’t work, were 
needed and why” (Participant 20) and “reflective – to be honest in self reflection and be open 
– to be able to take on board advice given” (Participant 21). There were also several who 
mentioned being “open to feedback – acts on feedback, accepts feedback and doesn’t take it 
personally” (Participant 11). As preservice teachers are in their formative stages of 
development, they may not have experienced “constructive feedback” if they had not been in 
the workforce previously. Developing a “thick skin” and “not taking it personally” may not be 
part of their existing occupational framework. Constructive criticism may be seen by some 
preservice teachers as failing in their endeavours to become teachers; consequently resilience 
strategies must be developed. 
 
Developing resilience as a desirable mentee attribute was emphasised by 10 mentor teachers. 
Resilience strategies were outlined within desirable personable qualities such as humour. For 
instance, they need to develop a “sense of humour – be able to laugh at oneself, situations and 
move on (and) courage – being able to take risks even when fearing failure or doing 
unknown” (Participant 3). It appeared that risk taking was considered as a creative endeavour 
for teaching students, that is, the risk of trying something they have not attempted before, 
something new: “be experimental – try and be creative” (Participant 6). Yet with 
experimentation and risk taking there can be lessons that do not go according to plan. Hence, 
other resilient strategies include “flexibility – recognise and understand not all plans happen 
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as planned, be dynamic to roll and flow” (Participant 3) coupled with knowledge to be “able 
to bounce back after a bad lesson or crisis” (Participant 7). Gu and Day (2012) explain how 
resilience can be developed when a person willing learns from an unfavourable experience. 
Risk taking is a key part of teaching, particularly for those just entering the profession where a 
repertoire of positive teaching experiences is yet to be developed.  These experienced teachers 
suggest humour and being flexible within risk taking as ways to develop resilience. However, 
it may depend on the severity of a negative experience in an early career stage as to the level 
of resilience. Consequently, mentor teachers will need to be proactive in safety-netting any 
risk-taking teaching experience.   
 
There were seven comments about the mentee taking responsibility for learning how to teach, 
which tended to be based around taking the initiative (“seeing what makes sense, what needs 
to be done and acting on it” Participant 13), being a role model for students (“good citizens - 
law abiding, moral, dutiful,” Participant 16), and asking the mentor questions to guide their 
understanding about teaching.  
 
Mentors’ views of desirable mentee practices 
The 25 participants extended written responses provided one or more desirable mentee 
practices, which were collated around these themes: Planned (n=13), preparation (8), evaluate 
teaching (7), school and university policies (6), know students for differentiated learning (5), 
teaching strategies (4), behaviour management (4), content knowledge (3), questioning skills 
(2), and observation skills (2). These desirable practices will be presented in more detail here.  
 
These practices appeared to be linked very closely with teachers’ work in schools. For 
instance, planning was considered a way to achieve student outcomes with end points and 
negate possible issues: “Planning – not only the next lesson but the lesson as a step in a series 
towards an overall achievement of an outcome for the class” (Participant 7), “Being thorough 
in planning and forethought – able to envisage the end point and work out a plan to get there” 
(Participant 16), and “Initially planning the structure of the lesson and being informed about 
possible problems and the content – no catastrophes” (Participant 1).  
 
Trying new teaching strategies was signalled as way to build the teacher’s repertoire of 
practical applications, as shown by the following four comments: 
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• Willingness to try new/different teaching strategies – so that he/she can become adaptable and 
build on strengths/correct weaknesses (Participant 4).  
• Teaching strategies – knowledge of and to be prepared to use various strategies to identify 
what works best (Participant 19). 
• Work out own teaching strategies based on best practice, what works (Participant 21). 
Practical exploration/application of strategies (Participant 20). 
 
Behaviour management can be an issue for preservice teachers. Indeed, the mentor teacher 
has a greater knowledge of the students and their behaviours, which allows the teacher to be 
more effective in utilising appropriate methods to manage students. These mentor teachers 
wanted mentees to have “a presence in the classroom as a way of gaining and maintaining the 
attention of students” (Participant 1) and to “be consistent, concise and constant as children 
crave rules and routines, and they work best in these conditions” (Participant 14). 
Relationships were considered the cornerstone of managing students and so it was emphasised 
that they need to build “relationships as you have to be able to communicate and want to get 
to know your students... to be successful” (Participant 17). Participant 18 claimed “if they 
can’t do this (build relationships) then it is hard to really know your students enough for 
appropriate behaviour management, differentiation”.  
 
One fifth of the participants presented knowing the students will aid in planning for students’ 
differentiated learning, which requires, “getting to know the students, learning styles, 
personalities” (Participant 4), “where they are at, why they are at this stage, and where you 
want to take them” (Participant 14), and “the quicker they know the kids the better they will 
be able to adapt correct strategies for best learning” (Participant 7). From this point lessons 
can be well structured with an “introduction, activities and conclusion (to) provide a range of 
teaching strategies to cater for different learning styles in the classroom” (Participant 5). So it 
was considered necessary to “make decisions based on students’ learning outcomes (about 
their teaching strategies/styles)” (Participant 2, parenthesis included).  
 
Three participants highlighted the importance of the mentee having content knowledge for 
teaching, to “research and investigate thoroughly – to enable the correct content to be taught 
as well as how it is best taught” (Participant 15) and six participants outlined the importance 
of mentees getting familiar with policies, for instance, “awareness of subject content 
(research) and school policies – knowledge of the context the student will be involved in” 
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(Participant 13). Indeed, the “importance of school/department policies” (Participant 10) and 
“following school, uni, Ed Queensland policies and guidelines” (Participant 11) were 
considered essential practices for not only content knowledge but all areas of involvement in 
the school. Finally, there were comments about the mentee having observational skills to 
ensure observations are purposeful and “interpreting good practices throughout all school 
contexts” (Participant 9) as a result of informed observations. There were comments around 
“consistent and structured reflection (self and of mentor) on classroom/school strategies and 
processes” (Participant 20) and having a “questioning attitude” where the mentee needs to 
clarify understandings. It was noted that questioning can aid reflections and lead the mentee 
towards re-defining teaching practices.  
 
Mentees’ views on their desirable attributes and practices  
Ten mentees (labelled A to J) were interviewed at the conclusion of their four-week practicum 
and asked about desirable attributes and practices for themselves in working with their mentor 
teachers. The first question asking about desirable attitudes tended to be met with some 
confusion with the first mentee, so it was determined that the term “attributes” would be 
replaced with “personal qualities” for which responses were provided. The collation of themes 
indicated some agreement on desirable attributes (personal qualities). As the most common 
theme, open mindedness to feedback with reflection was highlighted by seven mentees while 
being enthusiastic and flexible were noted by five mentees. Other common attributes and 
practices mentioned included: Being personable for relationship building (n=5), being 
organised (4), being professional (4), open communication (3), observation skills (3), 
behaviour management (3), and being a lifelong learner (2). 
 
Enthusiasm (e.g., positive attitude), professionalism and organisation were indicated in 
mentees’ comments. Enthusiasm was to show “that you're happy to be learning” (Mentee A), 
which also “generates a more positive atmosphere in my teaching” (Mentee C). Enthusiasm 
was noted to “engage the students, so you have to be positive and like look like you're excited 
about what you're teaching” (Mentee C), and it was stated in a reversal “don't ever be negative 
towards students” (Mentee A). Mentee B’s comments about “they've got to be professional” 
and “organisation, organisation” summarised most responses in these themes. 
 
These mentees’ responses showed full agreement about having open communication and 
being open to feedback, which was expressed in this way by two mentees: “They definitely 
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need good communication skills first and foremost, and you both need to be approachable 
(Mentee H) and “We need to be able to communicate and express how we’re feeling” 
(Mentee G). Approachability and open communication appeared to be complementary, as did 
being open and expressing feelings. Yet these feelings can be sensitive so mentees need to be 
“open to taking advice and remain positive about it” (Mentee E), which may be a resilience 
attribute. It was suggested that “each day can be very different” so it was important to “have 
an open mind” (Mentee I) and “change yourself to sort of play a role” (Mentee G). The reason 
for this openness may be indicated in Mentee G’s comment: “willing to learn and not go in 
their thinking that we already know it because we don't” so it was recognised by Mentee E 
“be open to different ideas... to take on board as much as you can”, and “asking lots of 
questions” (Mentee A). However, there was also a level of resilience that appeared to be 
recognised by mentees during open communication and openness to feedback, as shown the 
following two comments: 
• So, you know, some of the feedback was a bit hard to take sometimes and you need to have a 
bit of a hardened shell to take it and then to move forward I think. And you can't be too 
emotional and take things too personally, so I mean sometimes I thought it was a personal 
thing but it wasn't, it was just telling me how I could be better (Mentee H). 
• It's hard when you're just building a relationship with a teacher (Mentee C). 
 
An attribute not explicitly present in the mentees’ responses was being resilient though it 
appeared more connected with having a positive attitude and being flexible. The need to be 
resilient was also inferred in certain comments (e.g., “open to taking advice and remain 
positive about it”, Mentee E). Resilience was linked to having a positive attitude as suggested 
within Mentee I’s comment: “You need to be able to accept that you are learning and being 
friendly and a generally quite happy person is a bonus because you just wouldn't handle a lot 
of the little things”. Resilience was also connected to being flexible in working with the 
mentor teacher in the school setting. As a final-year preservice teacher, Mentee D stated, “be 
flexible and don't be judgemental... what I mean about being flexible, don't go in with rigid 
ideas and not accept what's being told to you”. Flexibility was also related to “trying new and 
different things” (Mentee B).  
 
Five mentees described being personable as a desirable attribute to build relationships, which 
means having interpersonal skills, as commented by Mentee E: “definitely friendly so you can 
form that bond because if you don't have it it’s not going to work in your classroom”. Three 
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mentees outlined observation skills as desirable, and to “be observant of everything”, for 
example, “observations were: ‘I love this technique because it gives this outcome, I would 
love to use this in my classroom’” (Mentee B). Observation skills need to be used not only 
with the mentor but also “Preservice teachers could have exposure to different or to observe 
different teachers maybe, you know, at least three or four, as they get such a different feel 
than just with the one teacher” (Mentee H).  
 
There was one mentee that did not align with the personal attributes outlined by the majority 
of the group. Although she claimed “maturity would be one” when probed further she said, 
“No, that's probably about it”. Her main focus was on reducing the amount of work involved 
in day-to-day lesson planning, “I really loaded myself up with lesson plans that were 
university-style lesson plans but in reality you couldn't write at twelve or one in the morning 
and go to school the next day and be able to actually perform really at your best in front of the 
children” (Mentee D). She spoke further about reducing her planning time so she could be 
“fresher” for teaching. There may have been justification for minimising written plans, 
particularly when teaching full days for a final-year preservice teacher; however Mentee D 
was in her second year of the BEd degree and this was her first practicum. Her responses were 
minimal and she appeared largely disinterested in developing plans, instead seemingly 
romanticising on being a teacher.  
 
Overall, the study indicated desirable attributes of enthusiasm, commitment, resilience and so 
forth as consistent with the literature (e.g., Gu & Day, 2012; Howard & Johnson, 2004; 
Thompson et al., 2011) and desirable practices, such as employing effective teaching 
strategies and behaviour management, in keeping with essential requirements for the teaching 
profession (e.g., Hudson, 2013a, 2013b; Muijs & Reynolds, 2011). Mentees aligned with most 
of the mentors’ responses about desirable mentee attributes and practices (Table 1). 
Responsibility and commitment seemed to be embedded in the mentees’ comments about 
professionalism and the mentors also linked responsibility and commitment to 
professionalism. The mentees included being open in communication and an open mindedness 
as attributes, which may also be aligned with being personable and reflective, which 
demonstrates that the semantics between certain words made it difficult to collate some 
attributes under specific themes. More mentee responses may have assisted in developing 
these themes to reduce the tentativeness of word associations and develop a stronger level of 
confidence in these results. Mentees outlined most of the practices indicated by the mentor 
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teachers but not one mentee refer to: content knowledge, differentiation, and knowing school 
and university policies. This may indicate the mentees’ lack of experience to fully identify 
what may be considered as desirable mentee practices. 
 
Table 1. Desirable attributes and practices for mentees 
Experienced teachers’ views  Mentees’ views 
Attributes Practices  Attributes Practices 
Enthusiasm  Planning  Enthusiasm Behaviour management 
Personable Preparation  Personable Organisation  
Commitment  Teaching strategies  Professional Observation skills 
Lifelong learner Content knowledge  Lifelong learner  
Reflective  Behaviour 
management 
 Open mindedness  
Resilient Questioning skills  Open communication  
Responsible  Differentiation  Flexible  
 Evaluate teaching    
 Know policies    
 Observation skills    
 
An incidental finding in this study suggested that no differences were established between 
primary and secondary teacher participants’ identification of potential desirable attributes and 
practices for mentees when engaging in professional school experiences. This indicated that 
the attributes were broad and the practices tended to be those researched elsewhere as 
essential to the teaching profession, whether in primary or secondary. It was expected that the 
fourth-year mentee responses would be more insightful about desirable attributes and 
practices; however this was not the case when compared with second-year mentee responses. 
All the mentor teachers in this study had significantly more to say about desirable mentee 
attributes and practices than any of the mentees. The mentors had much clearer and stronger 
viewpoints on what was required of mentees, which can be expected as they have had 
significantly more teaching and school experiences. This suggested that mentees need 
guidance to focus on such attributes and practices that would benefit both the mentoring 
relationship and their teaching development. Indeed, more research can include substantial 
numbers of final-year preservice teachers who have had various experiences in schools and 
may be able to articulate what they view as desirable attributes and practices for working in 
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schools. Further studies can also be conducted around preservice teachers’ views of desirable 
attributes and practices at their various development levels of tertiary education (i.e., first 
year, second year, third year and final year).  
 
Conclusion 
The qualitative study provided perspectives from the two key stakeholders involved in the 
mentoring process. There was more data collected from the mentor teachers who had more 
knowledge about teaching; hence more emphasis was placed on the 25 mentor teachers’ 
responses within the analysis compared with the 10 mentees’ responses. This study can be 
enhanced further with more mentees to investigate a possible alignment between mentors and 
mentees’ articulation of desirable attributes and practices. However, the significance of the 
study is the exploration of attributes and practices to assist universities in educating mentees 
about how to target practicum involvement more effectively. In addition, the desirable 
attributes and practices indicated can forecast what may be required of beginning teachers 
when entering the profession. Education has changed considerably during the last half a 
century and it is likely to continue to change significantly in line with societal and global 
demands. Thus mentees’ desirable attributes and practices will need continuous evaluation in 
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